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members of tbe Editorial Board. 
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contamina: tbe following current information 
about eaela author: 
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article baa been pre'Viously published or la 
under eonsideratloil by anothir publleation. 
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FROM THE EDITOR 
DEAN HARRY J. MERIGIS RESIGNS 
.Harry J. Merigis, who has headed the School of Education at Eastern lllinois 
University since 1969, announced his resignation as Dean, effective January 1, 1980. 
"It was actually last year when my wife and I decided that I should quit," said Dr. 
Merigis, a twenty-five year veteran of the School of Education. He came to Eastern in 
1954 after finishing his graduate work at the University of Oklahoma. Upon his arrival, 
Dr. Merigis served for seven years as the director of the old laboratory school. From 196 I 
to 1969, he served as the Director of Elementary and Junior High School Teaching, prior 
to becoming Dean. "We came here to stay only two years and we've stayed twenty-five, 
so that may be longer than we had a right to,'' Dr. Merigis said. 
Merigis, a native of New York, admits that ten years in the same administrative 
position is too long for "any man." "It becomes harder and harder to come to work each 
day. It has nothing to do with the institution or the leadership. But after a period of time 
you accomplish what you thought you could accomplish and the challenges just aren "t 
there any more," he said. 
Dr. Merigis holds that he has met all the challenges that have faced him in the course 
often years in the Dean's office. Eastern is third among Illinois universities in terms of 
producing teachers, and forty percent of the recent spring graduates held teaching 
certificates. "This is a fact that I'm very proud of," he said. 
As he embarks upon his faculty assignment this spring, heading up special projects, 
Dr. Merigis will be faced with a directional decision. "Concerning my future, I simply 
don't know at this point," he said. "It used to be that presidents came and went after 
about five years, but deans stayed in office until they died; that's not the case anymore, 
I'm afraid." 
When asked about the chances of his remaining in Charleston or at Eastern, Dr. 
Merigis shrugged his shoulders. "I like it here. My kids grew up here. I have a nice 
home. But then I have to look at the other side. The challenge side. I like fights - not 
angry fights, but fights where I can stand up for my rights and ideals. But whether or not 
I stay in education, I simply don't know at this point. It's something my wife and I will 
have ,to consider very carefully in the coming months.'' 
At a recent reception honoring Dr. Merigis, attended by approximately 300 of his 
colleagues at Eastern.Assistant Dean George Schlinsog gave the following tribute: 
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"Twenty-five years ago a young man who had just finished his doctoral work at the 
University of Oklahoma, and wh(l,on his way to New York State, stopped on the 
edge of the prairie at a sleepy town which boasted a State College of almost 1600 
students. The college had advertised a vacancy in its Laboratory School. 
The young man really was not interested in the position, and it was only curiosity 
that caused him to stop for a casual visit. Clearly it was not worth the trouble of 
dressing in a coat and tie on a hol -,ummer day. Before the day was over he was to 
become- the only individual among 'Jur :- ,:quaintances who went fo interview a 
collt.:gc president for a :Jositiva, dressed in T-shirt, faded jeans, and old tennis 
shoes. The President, Dr. Guy 'luzzard, apparently looked beyond the T-shirt and 
old tennis shoes because when the yo, ag man declined the position, the President 
offered to increase the salary $800. That ~pparently did the trick and Dr. Harry 
Merigis became Principal of the Laboratory School at Eastern Illinois State College. 
The twenty-five years have seen changes as dramatic as any in the history of this 
institution, The State College became a University. Enrollment grew from 1600 to 
almost 10,000. A large portion of the stuu~nts were in teacher preparation 
programs and professional education grew from ~ single department to a school 
with six departments. Guiding the development of the School of Education was a 
young man, hired as Principal to the Laboratory School who, in the course of 
events, became Dean of the School of Education. 
Dean Merigis has served under four presidents. He has had the satisfaction of 
seeing many individuals, whom he hired and brought to campus, go on into wider 
senrice in other segments of the University. Some became Department Chairmen. 
Some became Assistants to the Dean. One became Vic1- 0 resident of Eastern 
Illinois University. Many otheri,, are following theh prvfession in various 
Departments: English, Art, Mnsic, Health, History, and others, In a sense, he 
becomes one of them as of January 1, 1980, Herry Merigis, Dean, becomes Harry 
Merigis, faculty member. 
We would be remiss if we did not take special note of the twenty-five years of 
service he has given this institution, guiding the growth and development of that 
part of the U nlversity known as the School of Education." 
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EIU EXPERIMENT A POPULAR SUCCESS 
An elementary education experiment inaugurated during the summer of 1978 at 
Eastern Illinois University has already become a popular success. 
The School of Education offers a tuition-free summer program in reading and language 
arts for children entering first, second, third, and fourth grades. The program features 
individualized instruction in reading, language experience, creative writing, dramatic 
projects, spelling, and handwriting. This past summer, the School of Education had 
intended to accept a maximum of twenty-five students, but the program proved so 
popular that 148 applications were received. Ultimately, the program was expanded to 
include 95 of the student applicants. 
Eastern directs a rather extensive clinical experiences program in conjunction with its 
professional programs; built into the elementary program courses is the requirement that 
students must do a certain amount of practical work in real elementary schools. For 
example, as one requirement in the elementary education program, student majors must 
take the ''junior block,'' a two-hour block of courses on teaching methods; as a part of the 
requirements in that course, the University arranges participation assignments for the 
students in the elementary schools in Charleston and Mattoon. 
The junior block is a regular, ongoing program, required of all elementary education 
majors and many students were inconvenienced in the past by the fact that it was not 
offered during summer term because public schools were not available for participation. 
Two years ago, the Office of Pre-Student Teaching Oinical Experiences developed a 
program to offer junior block to Eastern students in the summer and to get the practicum 
for the course by inviting the public school children in Charleston to take part in a 
summer school training program. The program is called The Summer School Enrichment 
Pages 
Program for Elementary Children. The junior block is taught for a two-hour period. The 
Eastern instructor meets with the Eastern students for formal instruction during the first 
hour; at the end of that hour, the public school students come to their classroom, which 
has been set up on campus, for small group, daily enrichment lessons in reading, 
language arts, and social studies taught by the Eastern students and supervised by the 
Eastern instructor. 
The program provides a summer laboratory school for Eastern's elementary education 
program. Aside from being beneficial to Eastern, providing a clinic for teacher education 
students, it is providing a very good service for the community because it is a volunteer 
program, free of charge. The child-centered instruction is flexible, using individualized 
"learning centers." The emphasis is on enrichment activities; the door is not closed to 
children with remedial problems, but neither is it limited to them, because the 
instruction is tailored to address the particular need of each child. 
In the Spring, applications and information about the prngum are sent home from 
school with the elementary children. The parents are required to provide only 
transportation for their youngsters who participate. During the first summer, 1978, 
Eastern had planned to have a maximum of twenty-five elementary school students in the 
program, but fifty-four applications came in, so the program was expanded to include 
more than forty students. 
The second summer's 148 applications encouraged the School of Education to make 
special arrangement5 for a further expansion of the program. By opening up two courses 
on fundamentals of teaching reading as clinics. the program was able to accommodate 
ninctv-five elementarv school children. 
Approximately forty Eastern students were involved in the program during each of the 
two summer terms. 
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THE SMART MAN'S BURDEN 
Thomas R. Berg 
Thomas R. Berg is Assistant Professor of 
Education, Department of Educational 
Psychology and Foundations, at the University of 
Northern Iowa, Cedar Falls, Iowa. In addition to 
his teaching duties, Berg broadcasts bi-weekly 
Commentaries on Society and Education over 
radio station K. U.N.I., a local member slat ion of 
National Public Radio. 
We have been hearing a lot of talk lately 
about America's newest oppressed minor-
ity--the gifted and talented. Dealing with this 
recently discovered pocket of · privilege has 
become the hottest field in education today. 
Colleges are gearing up to train teachers to 
work with the gifted, programs are being 
started in almost all schools, consultants have 
been hired to minister to their needs, and the 
usual screening tests and educational materials 
are flooding the market place. 
Now let's talk common sense about the gifted 
and talented. They are the kids we all 
remember from school who were brilliant in 
class--seemingly without the effort that most of 
us needed to devote to our studies. In our view, 
school was easy for them. Often such 
precocious children spoke three languages, 
played several musical instruments, starred in 
the school play, edited the student newspaper, 
won the state science fair, ran the student 
council, and were featured on 122 pages of the 
high school yearbook. It would have been hard 
to see that they needed special attention. Later, 
these same kids had Harvard calling their 
counselors on the phone, found themselves 
declared National Merit Scholars, and went off 
to become lawyers, doctors, and executives of 
Fortune 500 companies. We, in our eternal 
ignorance, thought that such people "had it 
made." The rest of us went off to work or to 
state colleges and vocational schools, some-
times even wishing that we had been born 
gifted and/or talented. We consoled ourselves 
with the thought that we would value our own 
accomplishments more because we had to work 
harder than the whiz kids did. Little did we 
know that it was we who had it made, not the 
gifted and talented. Only now do we get the 
opportunity to make it up to them by providing 
special educational programs to compensate for 
their blighted status. 
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How can we account for the recent upsurge of 
attention to the "problem" of being gifted? We 
know from history that Americans have always 
been uncomfortable with the concept of elites, 
be they based on Divine Right, wealth, or even 
brains. We have believed in the American 
Dream, which means that an individual can go 
as far as talent and ambition permit. We have 
also believed that nobody ought to receive 
special treatment unless that treatment is aimed 
at making the competition for success more fair. 
This commitment to fairness and equality of 
opportunity has always acted as a restraint on 
the urge to treat the gifted as an elite. It 
explains also our willingness to poke fun at 
"eggheads" and to portray geniuses as 
bumbling fools dressed in white socks and 
Einstein sweatshirts. More recently. however, 
some elements of the public and the edut..::ational 
community have grown critical of the rapidly 
increasing expenditures of funds used to assist 
the economically disadvantaged and the handi-
capped. Some degree of resentment has 
appeared over the amount of attention paid to 
improving the quality of educational services for 
those on the "bottom" while little or nothing 
was being done for the exceptionally talented 
and gifted individuals at the "top." To add to 
the confusion, many educators who have 
supported the concept of ''mainstreaming·• the 
handicapped have advocated removing the 
gifted from regular classrooms in order that 
they might receive "special education." 
How then can our fundamental faith in equal 
treatment be reconciled with the current 
explosion of interest in rooting out the gifted for 
special treatment? One explanation is that the 
question of elitism can be avoided if we 
democratize giftedness. We must insure that 
nearly everyone could (at least potentially) be 
defined as gifted. There is some evidence that 
this is happening. I recently discovered a list of 
characteristics used by schools to identify gifted 
children. The list contained 147 different traits, 
including these: "has a wide range of 
interests," "uses a lot of common sense," ''is 
friendly and outgoing," and-my favorite-"likes 
to play.'' According to this list of things to look 
for in gifted children, there wouldn't be a kid in 
the country who couldn't give some evidence of 
being gifted. We can only assume that 
someone, somewhere wants to find a whole lot 
of gifted kids, or at least is frightened at the 
prospect of finding only a few--an elite. At least 
the list of characteristics gives schools unlimited 
flexibility as t" whom they can identify as gifted 
and permit:-. educators to pick and choose 
according to whatever criteria are most amen-
able to their purposes. 
This brings us to the next crucial element of 
the rise of giftedness, namely, that the U.S. 
Office of Education, Department of Health, 
Education and Welfare, has defined a need to 
serve the gifted: and the federal government is 
funding programs in this area. A rule of thumb 
in education is this: where the federal dollars 
go, so go the schools. Ten years ago 
government money was being granted almost 
exclusively for programs designed to aid the 
disadvantaged and minorities; so, at that time, 
consultants were hired. programs devised, and 
materials developed to take advantage of the 
available i"unds. Now, a decade later, new 
money is there for schools that can find enough 
gifted kids to set up a program. Who in their 
right mind would believe that those kids won't 
be discovered? Any school district worth its salt 
will surely find enough gifted kids to keep the 
consultants and special gifted teachers occu-
pied. Predictably enough, some evidence exists 
that a quota system is emerging, and demands 
are being placed upon teachers to find a given 
percentage of gifted children in each class. We 
can only anticipate the potential scourge of 
being a "token" gifted kid. 
One of the major disadvantages of being 
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gifted and/ or talented is that nobody knows 
what to do with you. Because of the sudden 
availability of funds, many schools had to 
develop programs for the gifted before they 
knew very much about the kids who would be in 
those programs and before they had selected 
teachers to run them. A seasoned elementary 
school teacher recently remarked that in three 
years she has never heard the word "gifted" 
used in a sentence in which the word "creativ-
ity" was not also used. Behind her statement 
lies the observation that the most commonly 
taken path has been to provide those identified 
as gifted with the opportunity to become 
involved in activities which proclaim to stress 
''creative'' development, ''divergent'' think-
ing, and "enrichment." The mushiness and 
lack of clear definition attendant to such efforts 
is indicative of confusion and anxiety among 
educators when it comes to knowing what to do 
with highly intelligent or exceptionally talented 
individuals. Because such children often 
threaten the stability of the ordinary classroom 
by putting the imagination and intellectual 
resources of their teachers to the test, it is often 
a welcome relief to the classroom teacher to 
have them in a special class for several hours 
each week. Oddly enough, one thing that is 
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seldom done with gifted children at present is to 
place them in accelerated academic programs or 
special high-power academic classes as was 
done in the 19S0's. Special treatment 
emphasizing ''creativity'' is apparently the path 
of least resistance for the educational system, 
though its merits are dubious and its benefits 
almost impossible to evaluate. The skeptics 
among us might bet that this is precisely what 
makes such an approach as attractive as it 
seems to be. 
Such skeptics will also make book on the fact 
that when the federal dollars begin to dry up, a 
second look will be taken, we will suddenly 
realize that all those millions of kids really 
aren't so gifted after all, and most of the gifted 
kids will go back to whatever they were doing 
before they got gifted. At least, when the dust 
settles, some well-paying jobs will have been 
funded, the companies producing the resource 
materials and '' gifted learning centers'' will 
have made a killing, and the kids won't be too 
mad about it. After all, they are "friendly and 
outgoing," and for a while they will have had a 
chance to leave the classrooms in which their 
peers were hard at work and do what the 
scre~
0
ning ~~vices tell us gifted kids really like to 
do-- play. 
AFFIRMATIVE ACTION 
IN HIGHER EDUCATION 
Robert N. Barger 
Dr. Roberr Barger reaches Philosophy and 
Hisrory of Education in !he Department of 
Secondary Education and Foundations at Eastern 
where he also served, until January, 1980, as 
Director of Ajjirmative Action. He received his 
Ph.D. from the University of Illinois. 
I. THE PROBLEM 
Most universities will suffer a serious 
decline in enrollment over the next two decades. 
As the traditional majority clientele drops off, 
universities will likely concentrate even more on 
minority recruitment. As Clark Kerr has 
recently stated: "It is quite possible that a 
greater proportion of minority group members 
will, in the near future, attend college than of 
the white majority." Most universities do not 
presently have significant numbers of minori-
ties (Blacks, Hispanics, American natives, 
Asians and Women) on their faculties. A 
number of difficulties will result if these 
institutions do not achieve minority balance in 
the relation of faculty to student body: 1) 
universities will seem hypocritical in that they 
will not themselves appear to practice the 
educational equity which they preach, 2) 
minority students will suffer from lack of role 
models, 3) sympathetic counseling will be more 
difficult to find in these institutions, 4) 
innovation and the breaking of stereotypes, 
resulting from a racial/ ethnic mix on the staff, 
will be hampered and 5) other social, economic 
and political considerations of a longer range, 
less specific and less predictable, but no less 
real character, will be affected. These factors 
may well inhibit minority enrollment and 
retention. In a few words, the university's 
mission of teaching and learning (understood 
broadly) will definitely suffer if a minority 
balance between faculty and students is not 
achieved. 
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D. INEFFECTIVE ATI'EMPfS AT A 
SOLUTION 
Federal Affirmative Action programs have not 
done a great deal to bring about minority 
balance. They operate on a legal basis and 
utilize a systems analysis approach. They 
demand a showing of a good faith effort rather 
than a showing of results. There is, however, a 
sizeable amount of resistance at all levels of 
faculty and administrative ranks to these 
programs which are often perceived as forced 
intervention in the traditional academic process 
of autonomous peer selection. This resistance, 
coupled with the weak pro fonna effort which 
the "good faith" principle allows, has rendered 
Affirmative Action programs largely unsuc-
cessful. Moral arguments have also not 
achieved significant results in minority balance. 
Again, there is widespread resistance on this 
score because moral fairness is seen by many as 
allowing for no more than a neutral kind of 
equal opportunity, as witness the growing 
number of• 'reverse discrimination'' suits in the· 
courts. In sum, to counsel minority balance for 
reasons of law or morality would seem to be an 
unproductive course of action. 
m_ RECOMMENDATIONS FOR AN 
EFFECTIVE SOLUTION 
No matter how idealistic people's rhetoric might 
be and no matter how sincerely people might 
think they are committed to liberal ideas, when 
it comes to the point of action, people usually 
act in a self-interested manner. Therefore, 
rather than appealing to legal or moral 
principle, a more effective course of action is to 
appeal to institutional self-interest, and indi-
rectly to individual self-interest, as a means to 
achieve minority balance. Members of faculties 
understand that if minority balance is not 
achieved and the attendant difficulties describ-
ed in Section I set in, growth, and even survival 
of instructional units or programs (and conse-
quently, personnel) will be threatened because 
of loss of essential minority enrollment. Thus, 
where a legal or moral reason may not provide 
sufficient motivation to achieve minoritv bal-
ance, this kind of pragmatic self-interest~d one 
may. Recruiting and employment for universi-
ties should therefore be done so as to seek to 
achieve a minority balance between faculties 
and student bodies for pragmatic self-interested 
motives. This will put the minority balance 
aspect of educational equity on an "essential to 
survival" basis rather than the present "nice to 
do, but not really necessary" one. 
A final point should be mentioned in terms of 
equity in the selection process. Search 
committees are often known to report that 
minority faculty candidates do not meet the 
criterion of being the "best qualified" candi-
date for the position. Pragmatic preference for 
minorities can still be served in this case 
without injustice to majority candidates by 
allowing extra "points" for race, ethnicity and 
sex (whatever category is needed on the faculty 
to achieve balance). The Bakke and Weber 
Supreme Court decisions would seem to provide 




TEACHER PREPARATION PROGRAMS 
Ronald W. Rebore 
Dr. Ronald Rebore is Assistant Professor of 
Eductional Administration at the University of 
Missouri - St. Louis. 
The following four trends have developed in 
the 1970's and are sure to continue evolving far 
into the 1980's. These trends have profound 
implications for education and will have a direct 
influence on teachers. 
1. INCREASED LlTIGATION 
Lightning struck two young men visiting 
Sequoia National Park in 1975, killing one and 
seriously injuring the other. A pending law suit 
for over one million dollars alleges that the Park 
service was negligent in failing to warn the 
victims against standing where lightning might 
strike. The amazing aspect about this litigation 
is that it is not at all unusual. Classroom 
teachers are especially vulnerable to being sued 
because of their role in supervising and 
instructing students. An article in the 
December, 1978, issue of Kappan listed the 
following emerging legal issues related to 
classroom management: class supervision and 
due process, class rules and teacher inconsist-
ency, classroom equality of opportunity, com-
petency testing, and classification of students. 
2. ESCALATING INFLATION 
The taxpayer revolt became operational in the 
summer of 1978 through the passage of 
Proposition 13 in California. This manifested 
the general public's distaste for high property 
taxes. Although California's Proposition 13 is 
an isolated issue, the ease with which it was 
passed; the rapid development of similar 
proposals in several other states; and the 
obvious concern of politicians for tax reduction 
indicates the beginning of a national revolt. 
Public Schools in the United States are largely 
financed by local taxation on real and personal 
property. The property tax is also the only tax 
over which voters have direct control. As a 
consequence, school tax levy elections have 
consistently failed. Ohio is a case in point. 
After many attempts to pass tax levy increases, 
over 50 of that state's 615 school districts 
requested state audits in 1977-78 to confirm 
impending financial crisis. Toledo has been 
forced to shut down for periods of time during 
each of the last two years to avoid bankruptcy. 
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3. INCREASED COLLECTIVE 
NEGOTIATIONS 
This financial crisis coupled with decreasing 
enrollments has resulted in teacher layoffs and 
a reduction in force mentality. The recourse 
taken by teachers faced with this situation has 
been primarily through membership in local 
affiliates of the National Education Association 
and the American Federation of Teachers. 
These organizations collectively negotiate with 
school boards over salaries and working 
conditions. In 1978 there have been at least 130 
strikes by public school teachers in 21 states. 
Salaries and reduction in force were two of the 
major issues in these strikes. 
4. THE DEMAND FOR ACCOUNTABIIJTY 
Watergate ushered in a period of distrust for 
public officials which has filtered down to 
educators. This outcry for more accountability 
has become manifest in the "Back to Basics" 
movement. One of the major outcomes of this 
movement has been the establishment of 
minimum competency testing by state legisla-
tures. Over 32 states have some form of 
minimum competency standards for elementary. 
and secondary students. All of the remaining 
states have legislation pending or have studies 
under way to introduce such legislation. 
Teachers generally have little formal educa-
tion concerning these four trends. As a 
consequence, they lack the knowledge to 
become actively involved in finding appropriate 
solutions to the issues raised by these trends. 
A need also exists to bring these trends in a 
detailed manner before students preparing for 
careers in teaching. Most teacher preparation 
programs provide no more than an introductory 
course in foundations which touches upon such 
trends from a historical posture. The textbook, 
Introduction to the Foundations of American 
Edncatlon, by James A. Johnson, et al, 
published in a fourth edition by Allyn and Bacon 
in 1979, is an excellent example of this 
approach. 
First year teachers often formulate their 
attitudes about societal trends which affect 
education from their colleagues who are usually 
emotionally involved in issues. A teacher strike 
is not the most appropriate learni.ng environ-
ment to become acquainted with the collective 
bargaining process. A more objective time to 
introduce prospective teachers to the implica-
tions of these trends is during the student 
teaching experience in a seminar format. 
The following major units would be appropri-
ate in such a seminar or in a series of 
mini-seminars. Unit I, The Structural Frame-
work of American Public Education, sets the 
stage by identifying and explicating the 
authority and organization of educational insti-
tutions. Unit II, Financing Public Education. 
delineates the sources of revenue and esta-
blishes the context for financing public educa-
tion. Legal Implications in Public Education. 
Unit Ill, identifies the legal rights and 
responsibilities of educators as they exist within 
the American Judicial system. Particular 
attention is drawn to Tort liability and how this 
affects daily interaction with students. Unit IV, 
Collective Negotiations in Education. provides 
the educator with essential information about 
this often misunderstood process. Further-
more, over fifty percent of the states have 
collective negotiations legislation and it is 
probable that all the remaining states will have 
similar legislation within the next ten years. 
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MAJOR UNITS 
I. The Structural Framework of American Public Education 
A. The Authoritative Structure 
1. The Responsibilities of Local, State, and Federal Government 
2. The State Legislature 
3. State Department of Education 
4. The Local School District 
B. The Organizational Structure 
I. The Board of Education 
2. The Superintendent and Central Office Staff 
J. The School Principal 
4. Support Services Staff 
5. The Instructional Staff 
II. Financing Public Education 
A. Sources of Revenue 
I. Local Taxation 





b. Assessed Valuation 
c. Setting the Tax Rate 
2. State Aid 
a. Grants-in-Aid 
b. State Assessed Property 
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3. Federal Aid 
a. Categorical 
b. Grants 
B. Public Borrowing 
1. Purposes 
2. Debt Limits 
3. Bonding Instrument 
4. Rating the Borrower 
5. The Process of Flotation 
6. Municipal Bond Rates 
III. Legal Implications in Public Education 
A. The American Judicial System 
1. Origin of Law 
2. Precedents in Law 
3. Civil Law 
4. Criminal Law 
5. The Court Systems 
B. Student Rights 
1. Supreme Court Decisions 
a. Religion 
b. Speech and Expression 
c. Flag Salute and Expulsion 
d. Racial Discrimination 
e. Enforcement of Legal Rights 
2. Acts of Congress 
a. Student Records 
b. Discrimination Against Minority Groups 
c. Sex Discrimination 
d. The Rights of the Handicapped 
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C. Teacher Liability 
I. Legal Rights 
a. Contracts 
b. Personal Rights 
2. Tort Law 









b. Intentional Interfer0 nce with Property Rights 
( 1) Stu Jent Prc';;crty 
(2) Student Lockers 
c. Negligen<..'C 
(I) Elements of Neglect 
(a) Recognized Duty tu Instr ·ct. Supervise, Protect 
(b) Standard of Care 
(c) Legal Causation 
(2) The Reasonable Man Criteria 
3. Professional Liability Insurance 
a. Private 
b. Professional Organization Membership 
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IV. Collective Negotiations in Education 
A. Historical Perspectives 
1. The Labor Movement 
2. Professional Education Organizations 
B. Recognition Procedures 
1. Exclusive Recognition 
2. Authorization Elections 
C. Bargaining Unit Determination 
I. Instructional Staff 
2. Support Staff 
3. Administrators 
D. The Scope of Negotiations 
I. Salary 
2. Fringe Benefits 
3. Working Conditions 
E. The Bargaining Process 
I. The Negotiating Teams 
2. Developing Strategies 
3. Preparing Proposals 
4. The Art of Compromise 
F. Impasse Procedures 
I. Fact Finding 
2. Mediation 
3. Arbitration 
4. The Strike 
G. The Administration of the Master Agreement 
1. Interpretation 
2. Grievance Procedures 
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CITIZENSHIP: 
CHANGING OVER THE YEARS 
Kent Freeland 
Dr. Ken/ Freeland is Assis/an/ Professor of 
Educalion al Morehead S1a1e Universily, 
Morehead, Kenlucky. He has /aught in Wisconsin 
elementary schools and s1udied at Kinr's College, 
University of London. He currenrly teaches 
methods and curriculum courses for elementary 
Ieachers. 
In many ways defining the term "citizen~ 
ship" is similar to the efforts of the blindfolded 
men who were describing an elephant by 
examining different parts. In buth cases a 
uniform and adequate description was elusive. 
The purpose of this article is to explore the 
changing meaning of citizenship education in 
the United States during the twentieth century 
and to determine what citizenship education 
now means for our elementary schools. 
If we go back to the beginning of our 
country's history, we see that our Founding 
Fathers wcren 't certain what knowledge was 
needed to enable citizens to carry out civic 
responsibilities. In fact, it wasn't until 1822 that 
a text on American history appeared. 1 
By the middle of the nineteenth century 
political values such as liberty, equality, 
patriotism, and Christian morality had been 
established. To these were added middle class 
values of hard work, honesty, integrity, 
individualism, and obedience to legitimate 
authority.?, 
Wood states that, in the nineteenth century, 
good citizenship was judged by (1) a good 
general education, (2) knowledge of United 
States history with emphasis on military 
exploits and chronology, and (3) knowledge of 
the structure of American government. 3 
In the last quarter of the nineteenth centnry 
the study of history was bolstered and the study 
of civil government was reduced. By 1925 civics 
courses changed to reflect the study of 
community government at the junior high 
school. 4 
This writer attempted to folbw the path of 
citizenship education in this country by examin-
ing the National Education Association Year-
books between the years 1920-1978. Articles 
which dealt with citizenship were reviewed. 
Fifty-one of the fifty-eight yearbooks were 
available to this writer. Of these fifty-one, 
thirty-eight contained one or more references to 
citizenship. 
The 1920 Yearbook strongly reflected 
post-World War I emotion by urging people to 
help rebuild our country. "Other subjects that 
have been dealt with include non-production, 
the result of the purchase of needless luxuries, 
gambling, amateur sport, clean streets, insur-
ance, honesty, liberty, and license." 5 
In 1922 "citizenship and the immigrant" was 
highlighted: 
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It Is an-American to despise the 
bumble workers of society in which 
the Immigrant plays so large 
though not exclusive a part; It Is 
an-American to weaken a cblld's 
faith in parental authority; It Is 
un-American to forbid a man to 
read In the only language be can 
understand; it Is an-American to 
take advantage of a foreigner's 
ignorance to exploit him in indus-
try, to discriminate against him in 
bis housing; It is un-American to 
try to improve people or change 
them by force, for one fundamental 
of Americanism Is that men sbonld 
work togetber--tbat we work not for 
people, but with them." 6 
The Yearbook in 1924 referred to our enemies 
in World War I and contrasted their conduct to 
what our citizens should demonstrate, i. e., 
upright moral responsibility. 
In 1927 some specific characteristics of 
citizens were delineated: (1) comprehend the 
present social, economic, and political order, (2) 
understand and assume his duties as a citizen of 
the United States, (3) be aware of some of the 
problems that confront American democracy, 
(4) have curiosity to learn more about civic 
problems, (5) obey laws, and (6) be a tolerant 
and sympathetic Christian. 7 
In 1928 it was suggested that better 
citizenship could be achieved by practicing 
being good citizens, i. e., through studies and 
extracurricular activities. 8 This seemed to mark 
a shift toward involvement of the student. 
Stinebaugh asserted that the school should be a 
laboratory for citizenship. 9 In other words, 
being a good citizen was revealed through 
actions, not simply thought. 
With World War 11 breaking out in 1939, the 
NEA was concerned with world peace and world 
citizenship. 10 In following years good citizen-
ship was urged to protect democracy; 11 speak 
out against dictators; 12 and grapple with 
domestic economic and social problems.13 
Once the war was over the NEA tried to 
combat the "let down" by instigating a National 
Conference on Citizenship. Many groups were 
asked to contribute: (1) school. (2) home. (3) 
church, (4) community groups. (5) press. radio. 
and movies, (6) patriotic veterans organizations. 
(7) occupational groups, and (8) youth-serving 
groups.14 
The immediate post-war years witnessed a 
focus on human rights and responsibilities, and 
on citizenship in the local community. A 
partnership was cemented between school and 
the home to promote good citizenship.15 
The 1950s continued the Cold War and the 
NEA Yearbooks correspondingly spoke of two 
camps in the world--Communists vs. those who 
uphold human freedoms. 16 
An NEA standing committee, the Committee 
on Citizenship, became very active in this and 
the following decade. It urged lhat all 
classroom teachers have the responsibility for 
citizenship teaching.17 It urged schools to 
prevent students from turning into juvenile 
delinquents. IS 
In the late 1950s the NEA' s Committee on 
Citizenship was giving less coverage to National 
Citizenship Day19 (which was begun in 1945-46) 
and more to political activity by teachers. This 
political activity included voting, discussing 
political issues, campaigning for candidates, 
and running for public office. 20 The annual 
National Conference on Citizenship was held for 
the last time in 1960. 21 
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The NEA appeared to swing its efforts on 
citizenship in the 1960s from educating students 
to educating teachers. The Committee on 
Citizenship was transferred to the Office of 
Legislation and Federal Relations. 22 To finalize 
the switch in citizenship emphasis from student 
education to teacher political education, the 
Committee on Citizenship was merged into the 
Legislation Committee in 1972.23 The NEA was 
clearly in the position now of urging all teachers 
to be politically informed and politically active 
on the local, state, and national levels. 
In 1968 Gibson defined citizenship education 
as "the teaching and learning of bodies of 
knowledge, values, attitudes, and behaviors 
which are considered necessary for support and 
sustenance of the civic culture of the nation of 
the teacher and learner." 24 His positive civic 
behaviors included ( I) loyalty, (2) respect for 
law, (3) enlightened participation, (4) democra-
tic intergroup relations, (5) self-responsibility, 
and (6) altruism. 
Six years later the National Assessment of 
Educational Progress listed its Citizenship 
Objectives for students: 
Objective !: 
Show c011.:ern for the well-being and 
dignity of others. 
Objective ll: 
Support just law and the rights of all 
individuals. 
Objective Ill: 
Knmv the main structure and functions of 
their government. 
Objective IV: 
Participate in democratic civic 
improvement. 
Objective V: 
Understand important world, national, 
and local civic problems. 
Objective VI: 
Approach civic decisions rationally. 
Objective \'ll: 
Help and respect their own families. 25 
Both Gibson and the NAEP have one 
important goal in common, namely, to involve 
the student in democracy and to allow him 
to actively participate in civic action. 
Our educational system has passed through 
several stages in its efforts to educate the youth 
in citizenship. In the early years people could 
deal with many problems in society merely by 
moving away. If overcrowding existed, new 
land could be sought in other unsettled areas; or 
if a person lost his job, he could move to a new 
location. It wasn't necessary to be integrated 
into the cornmuni1_, n order to solve societal and 
political problems. The United States populace 
is more interdependent now and requires a 
decision-making approach and a participation 
approach to citizenship education. Newmann 
lists several more approaches to civic educa-
tion. 26 
Our society demands that students be taught 
(1) political values, (2) political knowledge, and 
(3) political participation. 27 The National Task 
Force on Citizenship Education28 has made a 
number ofrecommendations to accomplish this: 
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1. Civic education In the elementary schools 
should be thought of as a multidisciplinary 
subject, the responslbllity of all teachers. 
2. Civic education should lead the student to 
an awareness of major social and polltical 
trends. Local, state, national, and International 
problems should be bandied. 
3. The hidden cnrrlculum should not work 
against the established formal school cnrrl-
culum. 
4. Moral-education concepts, law-related 
materials, and commnnlty-based experiences 
which reflect the values of the community 
should be encouraged. 
S. Both community and school personnel 
should be Involved in civic education. 
Student participation and community in-
volvement appear to be key ideas in a successful 
citizenship education program. If being a good 
citizen is demonstrated by one"s political 
activity and moral behavior. then students must 
be educated toward this outside the school and 
inside the school. 
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A MODEL FOR TESTING AND 
IMPROVEMENT OF 
TEACHER-PRINCIPAL RELATIONSHIPS 
Josephine C. Barger 
Mrs. Barger is an experienced elementary school 
teacher and principal. She is currently Academic 
Adviser at Eastern Illinois University. 
STATEMENT AND SIGNIFICANCE 
OF THE STUDY 
The ultimate success or failure of a given 
school organization may well depend on the 
cohesiveness of the groups of persons involved 
in the educational process. The interaction 
between the administrator and the teacher 
personnel may serve to enhance the educational 
process or, on the other hand, the lack of 
interaction may serve as a deterrent to the 
whole educational process. 
The following project is an attempt to survey 
teacher attitudes toward the performance style 
of school administrators so that a model for iocal 
implementation might be developed. It is 
hoped that by analyzing administrator-teacher 
attitudes and making an assessment of the 
prevailing negative and positive attitudes as 
indicated by teacher responses on the question-
naire, further attempts to improve interaction 
may be pursued within each local school 
organization. 
OBJECTIVES 
In order to analyze the interaction between 
the principal and teachers and determine 
whether or not there were significant negative--
positive attitudes toward the performance style 
of the principal the following objectives were 
outlined: 
I. To survey the attitudes of 
school staff members toward 
the performance style of the 
principal. 
2. To detect possible weaknesses 
in the performance style of the 
principal by analyzing the 
responses to the question-
naire. 
3. To make projections for im-
proving the performance style 
of the principal, and, thereby, 
give some assurance for en-
hancing the educational pro-
cess through group cohesive-
ness. 
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PROCEDURE FOR GATHERING DATA 
The procedure for initiating this research 
involved three principals, two from high schools 
and one from an elementary school. The three 
met to devise one rating scale from various 
sources: (1. Purdue Rating Scale for Adminis-
trators and Executives, 2. The School Climate 
Description Questionnaire, 3. The Leadership 
Behavioral Description Questionnaire-Ohio 
State University, 4. The Administrators' Per-
formance Style Questionnaire.) 
A sample of the devised performance style 
rating scale can be found in Appendix I. The 
scale consisted of fifty questicin, and had an A 
through E code in order to simplify the process 
for rating the principal's performance style: A 
(almost always), B (frequently), C (about as 
often as not), D (sometimes), E (almost never). 
The A and B ratings were considered to be 
expressions of positive attitudes toward the 
performance style of the principal. The D and E 
ratings were considered negative. In compiling 
the data, the A through E ratings were 
transposed to the Likert Scale of 5-4-3-2-1, for 
better interpretation. The five scores were 
representative of the most positive attitudes and 
one scores were representative of the most 
negative attitudes. 
IMPLICATIONS 
Based on the results compiled from 
questionnaires, numerous implications can be 
derived that might well be the basis for 
improving important aspects of school life such•·-
a~ communication between the administrator 
and the teaching staff, a more democratic 
approach to the development and improvement 
of curriculum, and the mutual trust and support 
between the administrator and the teaching 
faculty. 
Once the analysis of the positive !!Adi 
negative teacher attitudes toward the perfor-
mance style of a principal is available within a 
specific school organization, both the principal 
and the faculty can begin altering attitudes 
where improvement is indicated, and truly 
enhanl..'.e the educational process making the 
learning atmosphere for students a truly 
enriched and educational environment. 
PROJECTIONS 
An urganized mid-year follow-up using the 
same instrument may well help toward further 
improvement in principal-teacher interaction. 
Also, the principal and teaching staff might well 
devise a comparable instrument for students so 
that positive and negative attitudes of students 
may be identified and improved where the need 
is indicated. Hopefully, this might be an 
incentive for giving equal time to a considera-
tion of attitudes along with curriculum, budget 
and activities all of which vitally affect the entire 
educational process. 
APPENDIX I 
PRINCIP AL'S PERFORMANCE STYLE 
Directions: On each of the items, you are asked to decide which of the five 
possibilies, using the key below, best describes your principal. Draw a 
circle around the letter corresponding to your choice. Please omit your 
name from the questionnaire. 
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A. Almost always 
B. Frequently 
C. About as often as not 
D. Sometimes 
E. Almost never 
I. He/she is able to answer questions about the total program with 
which he/she is working. 
2. He/she seems to be an emotionally stable person. 
3. He/she seems to be self-confident about his/her work. 
4. He/she seems preoccupied with his/her own personal problems. 
5. He/she shows genuine concern about the personal problems of the 
personnel. 
6. He/ she welcomes ideas that are contrary to his/her own 
7. He/she is willing to discuss with me any individual problems I may 
have in performing my duties. 
8. He/ she asks for and uses suggestions from other personnel 
concerning the operation of the school program. 
9. He/ she encourages personnel to employ useful innovations. 
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A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
10. He/she plans activities carefully and adequately. A B C D E 
11. He/ she works hard to accomplish the goals of the educational A B C D E 
program. 
12. He/she meets emergencies effectively and competently. A B C D E 
13. He/ she possesses insight into the problems encountered by the A B C D E 
professional staff in the performance of their teaching duties. 
14. He/she actively promotes good public relations. A B C D .E 
15. He/she keeps his/her staff informed. A B C D E 
16. He/she gives constructive criticism to staff members. A B C D E 
17. He/ she attempts to promote good staff morale. A B C D E 
18. He/she gives credit for ideas initiated by other people. A B C D E 
19. He/ she is available to counsel and assist other members of the staff. A B C D E 
20. He/she accepts his/her share of the blame when things go wrong. A B C D E 
21. He/she rewards staff members with praise for a job well done. A B C D E 
22. He/she does not give unwarranted criticism to individual staff A B C D E 
members. 
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23. He/ she does not shame and embarrass personnel in the presence of A B C D E 
other staff members, students, or outsiders. 
24. He/she gives support to teachers in the face of criticism. A B C D E 
25. He/ she has a genuine concern for the students in the school. A B C D E 
26. He/ she is more interested in the school program than in his/her A B C D E 
personal desires and advancement. 
27. He/she is friendly and personable. A B C D E 
28. He/ she accepts criticism about his/her work from members of the A B C D E 
staff. 
29. He/ she is sufficiently concerned about teachers salaries and fringe A B C D E 
benefits. 
30. He/she rules with an iron hand. A B C D E 
31. He/she finds time to listen to staff members. A B C D E 
32. He/ she gives advance notice of changes. A B C D E 
33. He/ she keeps to himself/herself. A B C D E 
34. He/ she refuses to explain his/her actions. A B C D E 
35. He/ she acts without consulting the staff. A B C D E 
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36. He/she asks that staff members follow standard rules and 
regulations. 
37. He/she makes staff members feel at ease when talking with them. 
38. He/she lets staff members know what is expected of them. 
39. He/she makes plans carefully and adequately. 
40. He/she is honest and dependable in dealing with his/her staff. 
41. He/she displays unwarranted favoritism to some staff members. 
42. He/ she affords teachers the opportunity to participate regularly and 
actively in making policies concerning curriculum. 
43. He/she allows teachers an appropriate amount of autonomy in the 
performance of their duties. 
44. He/ she makes provisions to permit good communication both upward 
and downward. 
45. He/ she protects the authority of the teacher. 
46. He/she supports teachers in disciplinary matters. 
47. He/she makes certain extra assignments are distributed equally. 
48. He/ she sets an example by working hard himself/herself. 
49. He/ she performs an adequate number of classroom visitations during 
the school year. 
50. He/she has the office organized in such a manner that it meets the 
needs of the staff. 
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A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
A B C D E 
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